Introduction
The concept of 'genre' has been much written about, even though, or perhaps because, it is considered to be 'a fuzzy concept' (Swales 1990: 33) and a controversial one (Reid 1987) . We can read of its application in large-scale LI projects such as the Disadvantaged Schools Programme in Australia (see, for example, Callaghan, Knapp, and Noble 1993) , and in various L2 settings in a number of countries (see, for example, Hyland 1990 , Swales 1990 , Marshall 1991 , Bhatia 1993 , and Flowerdew 1993 , but what has its impact been on classroom teachers? What are their thoughts on the matter?
In order to find out some of the answers to these questions, we ran a workshop attended by 48 participants working with primary, secondary, tertiary, and adult students in Australia, Fiji, Germany, Hong Kong, Indonesia, Japan, Malaysia, the Philippines, Singapore, and Thailand. The workshop took place at the Regional Language Centre in Singapore, and focused on teaching and learning in L2 situations.
There was a range of knowledge about genre among the participants, and of experience of putting it into practice. Our aim was to provide a forum for all those in the room to share their knowledge and experience, hear different views, and learn.
In this article we provide a summary of the genre approach, as practised in the two traditions associated with Swales and the Australian School. We use the voices of the workshop participants to discuss the pedagogic potential of the approach, and its pitfalls and potential dangers, and to provide suggestions as to how they can be avoided or overcome.
Genre: definitions
Most discussions of genre draw on the definitions given by Swales (1990) and examples or Martin (1984) . For Martin, a genre is 'a staged, goal-oriented, purposeful activity in which speakers engage as members of our culture'
Genre-based teaching approaches (cited in Littlefair 1991: 86) . For Swales (1990: 58) , a genre 'comprises a class of communicative events, the members of which share some set of communicative purposes'.
For both Swales and Martin, it is communicative purpose which brings any genre into being, shaping the 'schematic', or 'beginning-middleend' structure of the discourse, and influencing choices of content and style (Martin 1984 , 1989 : 86, Swales 1990 .
For Swales, genre is exemplified by the Research Article Introduction (RAI), viewed in terms of 'moves', which represent the writer's social purpose, and comprising 'steps', which are optional textual elements. Thus, the structure of the RAI is considered to be as follows:
Move 1 Establishing a territory Move 2 Establishing a niche Move 3 Occupying the niche
The elements of Move 1 are:
Step 1 Claiming centrality
Step 2 Making topic generalization(s)
Step 3 Reviewing items of previous research where each step may or may not appear in any specific textual instance (see Swales 1990: 141) . Martin (1984) provides the following examples of genres: making a dentist's appointment, buying vegetables, telling a story, writing an essay, applying for a job, writing a letter to the editor, inviting someone for dinner, and so on. Martin's definition has provided the basis for the work of the Australian School, who have focused on developing literacy in schoolchildren. In this context the focus is on the social processes, such as explain, describe, and argue, which are viewed as genres in the school context, as they constitute products in their own right. Thus, the genres with which the Australian School concern themselves are those of Recount, Procedure, Description, Report, Explanation, Discussion, and Exposition. The schematic structure of the Exposition Genre, for example, is Thesis, comprising Position and Preview, followed by Arguments, each argument consisting of a Point and an Elaboration, followed by Reiteration, the restatement of the thesis (see Martin 1989 , Derewianka 1990 , Callaghan et al. 1993 .
The nature and emphases of genre-based teaching approaches can be seen from some of the definitions given by our workshop participants:
Aims to make the learner aware of the structure and purpose of the texts of different genres-the significant features-and to empower him/her with the strategies necessary to replicate these features in his/ her own production.
Uses findings from genre analysis and gives prominence to genres in teaching/learning.
Understanding texts not only as linguistic but also as social, meaningful constructs; balancing mastery of textual forms with the understanding of the process by which they are composed.
Those working in a Swalesian tradition (see, for example, Swales 1990 , Dudley-Evans 1987 , Bhatia 1993 ) have tended to focus pedagogically on the tertiary level and beyond, on their mission to enable students to produce the genres required in their academic or professional study.
Those working in the Australian School have focused on the need to empower schoolchildren, by endeavouring to provide equal access to the genres needed to function fully in society. The use of a 'curriculum genre' has been advocated, in which the teacher and students work through a series of stages in order to achieve a particular goal. Firstly, the genre is introduced through a model text-the emphasis at this stage is on the text's social purpose, how this is achieved through its schematic structure, and its linguistic features. Secondly, a text of the genre is constructed jointly by the teacher and the students, which involves reading, research, pooling and collating information. Finally students choose and research a topic, and prepare their own texts of the genre concerned (Callaghan et al. 1993) .
The emphasis at all times, in both traditions, is on involving students in the process of composing a text of a particular genre, not simply on the text as product (Flowerdew 1993) .
Genre: its The concept of genre provides a way of looking at what students have to pedagogic do linguistically-what kinds of discourses they have to be able to potential understand and produce in speech and writing. It also provides us with an understanding of why a discourse is the way it is, through a consideration of its social context and its purpose. Genre would thus seem to be a potentially very powerful pedagogic tool. Why then has it created such controversy?
We turn here to the experiences of our workshop participants-of people putting genre into practice in a variety of different L2 teaching/ learning contexts-and record their views.
The positive points made were that a genre-based approach is empowering and enabling, allowing students to make sense of the world around them and participate in it, and be more aware of writing as a tool that can be used and manipulated. It enables students to enter a particular discourse community, and discover how writers organize texts; it promotes flexible thinking and, in the long run, informed creativity, since students 'need to learn the rules before they can transcend them'.
Some participants felt that the approach is particularly suitable for learners at beginner or intermediate levels of proficiency in a second language, in that it gives them confidence, and enables them to produce a text that serves its intended purpose. Genre-based approaches can liberate students from their own fears of writing by giving them security ('something to fall back on') and offering them models, which were felt to be valuable. They were also considered to provide a means whereby students could analyse the effectiveness of their own writing and that of others. Genre thus provides 'a useful framework for teachers and students'.
Participants expressed concern, however, about the danger of the approach being prescriptive rather than descriptive, and the possibility of leading students to expect to be told how to write certain types of text. Concern was expressed that the genre-based approach is restrictive, especially in the hands of unimaginative teachers, and this is likely to lead to lack of creativity and demotivation in the learners. It could become 'boring and stereotyped if overdone or done incorrectly'.
Some participants were concerned about using an exclusively genrebased approach, especially if this led to a 'somewhat arid situation of teaching conventionalized lists of genre-identifying features'. Generally, the fear seemed to be that it may prove to be a text-centred approach, focused on the reproduction of the product, rather than a studentcentred one.
Many of the concerns can be summed up by the comments of one group-that the 'rigidity of formula-type teaching disempowers rather than empowers'-and that a genre-based approach may give 'an imposed rather than a responsive notion of text'. Another group, however, decided that although the approach was 'initially restrictive', the 'benefits realised at later and higher levels of writing [through the] transfer of knowledge of genre outweigh the possible fossilization of writing formats, models and conventions and apparent prescriptivism'.
In some cases the concerns expressed by participants have been voiced elsewhere (see, for example, Swales 1990: 16-17 on how to avoid prescriptivism; and Dixon (1987) and Callaghan et al. (1993) on fears as to rigidity and aridity), but they nevertheless need to be addressed, as they stem from a variety of experiences of using genre-based approaches in real classrooms.
Participants made various suggestions as to how prescriptivism could be avoided. One participant wrote of the need to prepare students for 'realworld tasks of assimilating data from various sources into a personal world-view, ordering and selecting data for presentation of a coherent argument, and actually caring about the ability of the communication to get its point across, convince other people, etc' He stressed that 'in any form of communication there are three prerequisites: having something to say, having someone to communicate with, and having a personal interest in the outcome.'
The importance of the language activities used in the classroom was also stressed, since it is these which will allow the concept of 'genre' to be 'liberated'. It was also suggested that teachers should:
-ensure that generic structures are not considered prescriptive, but allow for variations due to cultural and ideological factors;
-contextualize a text before its presentation by discussion of purpose, audience, institutional beliefs, values, etc., and subsequently ensure that all discussion of linguistic features takes place in the context of their function in the text;
-immerse students 'in a wide variety of texts within a particular genre'; -ensure that the genre examples selected for teaching/learning purposes are authentic and suitable for learners; -adopt a lesson procedure which facilitates, rather than inhibits, interaction, since this is a powerful aid to learning;
-use a genre approach in conjunction with other methods-specifically mentioned was the desirability of combining genre and process approaches.
Participants also expressed concern that the approach 'seems to be connected largely with the teaching of writing, and does not have much to say about oral fluency, for example, so poses a problem for communicative language teaching'.
Genre: the When practitioners refer to the desirability of combining genre and implications process approaches, what they are referring to is the use of the 'writing process' (Flower and Hayes 1981) in conjunction with a genre-based approach. Such an approach would combine knowledge about the genre product with the opportunity to plan, draft, revise, and edit work, as well as provide the opportunity for greater interaction. The desirability and viability of such an approach have been discussed by Nunan (1991:88) and Kay (1994) , and, indeed, the Australian curriculum genre model allows for the use of drafting, peer and teacher response, and revising, as well as for possible creative exploitation (Callaghan et al. 1993) .
Participants also expressed concern about the focus in genre work on writing, and showed that their own use had been predominantly in the teaching of writing. Clearly genres exist in speech and writing, and thus knowledge of genres can be drawn upon in the teaching of speaking, listening, and reading as well as writing. Littlefair (1991) and Hammond (1995) discuss the use of genre in reading, and Nunan (1991) discusses generic approaches to listening and speaking.
Generally, the concerns expressed point to the need for researchers to continue their work on analysing different genres, make the results of their work available and accessible, and heed the concerns of teachers; and for teachers to be aware of the genres their students need to be able to understand and produce, and make use of the work that is available, so that they are equipped to make judgements as to appropriate approaches for their own pedagogical contexts.
Publications which bring together theory and practice are of great value to practitioners, for example Lewis and Wray (1995) and Wray and Lewis (1997) , which stem from the Exeter Extending Literacy Project (EXEL), and Derewianka (1990) , are based on the experiences of primary and lower secondary teachers introducing genres into their teaching programmes. They take into consideration concerns about rigidity and lack of creativity, and the need for interaction. Other articles in the same category include Paltridge (1996) , who discusses ways of combining consideration of generic structures with other aspects of texts, and Flowerdew (1993) , who provides suggestions for pedagogic activities based on genre analysis (including such activities as reordering, gapfilling, role-play, translation based on generic structures, and having students analyse stretches of discourse themselves to ascertain generic structures and features).
Conclusion
This article has considered the notion of genre as it is described in the Swalesian and Australian School traditions, and its application in genrebased teaching approaches. Both positive aspects and concerns have been discussed, together with suggestions as to ways of overcoming the problems, such that students will benefit.
There can, however, be no conclusion. Genre remains controversial. Perhaps this is a good thing. It is likely to mean that we think about the concept before using it, and consider carefully how we put it into practice. What is needed above all would seem to be dialogue-between researchers and teachers, and between teachers who have experience of putting genre theory into practice-and for the fruits of this dialogue to be made widely available. Several of our participants explicitly commented on the value of hearing other teachers' views. As one participant pointed out: 'The discussion with fellow participants was useful in that we didn't all agree.'
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